This chapter explores cultural learning and intercultural understanding associated with foreign languages in primary schools. The chapter focuses primarily on the UK and more specifically on the English context. The issues explored, however, are relevant to foreign language provision in other early language learning settings. We argue that intercultural understanding is relegated within many language lessons not because of teachers' commitment, but rather because of the limited curriculum time allocated to languages given the expected levels of linguistic development and the lack of availability of appropriate training. We contend that without long-term systematic planning and a cross-curricular approach to cultural learning which encompasses the global dimension, intercultural development will continue to play a minor role in language lessons and in the primary curriculum as a whole.
frequently before, they begin to learn how to interact with groups and that there exist rules of conduct in different groups, which they may or may not understand, and which at times may be contradictory, but which can command sanctions if contravened. They absorb culture as they go about their daily lives and learn how to modify and adapt their behaviour as they interact with the range of people they encounter.
By learning to look critically at the dominant discourses that surround them and by beginning to analyse the dynamics of culture from an early age, children could develop an appreciation and respect for the diversity within their own culture. They could also learn to value that their own identity is neither fixed nor monotone, and that they can belong to a number of different groups at the same time. According to Barrett (2005) , by the age of about 6, children acknowledge their affiliation to the national society to which they belong. Schools, through the curriculum, play a part in offering children opportunities to feel a sense of belonging to a regional or national group. Reflecting upon and analysing culture does not undermine feelings of belonging, rather it has the potential to create curiosity about the world, raise questions about the simple notion of 'us' and 'them' and promote a sense of global identity.
(A)Intercultural learning within foreign languages
The importance of the cultures and context associated with foreign or second language learning is emphasised by Kramsch (1993: 1) , who argues that 'culture in language learning is not an expendable fifth skill, tacked on' rather, it is fundamental in achieving communicative competence and an essential part of learning another language. Understanding cultural conventions of interaction and rules of social engagement therefore, are considered essential to minimise the potential for offense or miscommunication. Johnstone (2009: 38) reminds us that we are now in the third wave of implementing early language learning: with the first wave starting in the 1960s, the second in the mid-1980s and the third wave in recent times.
Over this period language teaching has changed radically and with it the role and status of cultural and intercultural learning. Fluent communication, as the ultimate aim of language learning, swept across much of foreign and second language pedagogy from the 1980s, with the Communicative Language Teaching (CLT) approach (Littlewood1981). CLT focuses on setting up communicative activities for practical communication in the classroom. Learners are encouraged to interact in the target language about matters which interest them, and engage in role-play scenarios in simulated 'real-life' situations with the view that they will be able to apply their knowledge and skills when communicating outside of the classroom and in the target country. Grenfell (2000: 24) argues that the national curriculum and public examinations were designed according to the principles of CLT which placed the learner as a tourist or host by reinforcing the prominence of personal communication in 'authentic' learning situations. Culture can be incorporated into classroom-based learning through the teacher, visits and resources. Technological advances in teaching materials from the 1980s to the present day have allowed teachers to provide learners with vicarious experiences of 'real life' cultural images and scenes of native speakers interacting. Teachers can exploit these visual images and creatively enhance teaching and learning so the language is modelled within a cultural frame. Many primary teachers, however, have limited if any personal experience of countries where the target language is spoken, and as non-specialist language teachers they may not • Savoir être -attitudes of curiosity and openness: 'the kind of learner who notices and asks questions, who expresses wonder and interest in other people's behaviours and beliefs, rather than rejection and disgust ' (Byram and Doyé 1999: 142) .
• Savoirs -knowledge of self, other and individual and societal interaction. • Savoir comprendre -skills of interpreting: 'the ability to take a person's school report and not just translate it but explain the significance of what is written, how it relates to the education system' (Byram and Doyé 1999: 142).
• Savoir apprendre/faire -skills of discovery and interaction.
• Savoir s'engager -critical cultural awareness, which calls for reflection and analysis within an educational framework. Candelier (2003) reported that through the project learners had developed a greater openness to linguistic and cultural diversity. A subsequent project, Janua Linguarum (Ja-Ling), the Gateway to Languages, aimed to raise learners' language, cultural and intercultural awareness through the development of Ja-Ling materials in sixteen countries (Fidler 2006) .
(A)Recent Evidence
A three-year longitudinal study in forty primary schools in England (Cable, Driscoll, Mitchell, Sing, Cremin, Earl, Eyres, Holmes, Martin, Heins 2010), which investigated the influence and impact of the Key Stage 2 Framework on practice, provides robust evidence about cultural learning associated with foreign language learning. Data were collected through interviews with head teachers, teachers and pupils and yearly observations of language classes for a period of three years. Specifically designed instruments were created to assess learner attainment in listening, speaking, reading and writing in eight of the forty schools.
In over half of the schools visited, teachers and headteachers in the study spoke with strong conviction about the importance of providing children with opportunities to develop tolerance and empathy, an interest and acceptance of diversity, and a sense of wider world.
Yet despite a clear commitment to promote a global mind-set and recognition of the importance of intercultural skills, evidence of practice was found in less than a quarter of lessons. Teachers generally made brief cultural references when teaching the language. They shared factual knowledge with learners, such as information about the weather or common traditions in the target country and compared certain aspects of daily life for instance the dress codes at school. On occasion, children were exploring their own culture or the lifestyles of others within their own communities, but examples such as these were rare in lessons. In contrast, teachers frequently compared grammatical structures between English and the foreign language and many reported that learning a foreign language had enhanced children's
general awareness of language. Some teachers, especially in multilingual schools, reported that foreign languages were a means to raise children's awareness of the social and cultural value of language through comparing structures and exploring the roots of words (Cable et al., 2010 ).
An increasing number of whole-school events which offered opportunities to develop children's cultural understanding took place over the three years of the study. Functions such as international book events portraying picture books, poems, fables, folk tales and other texts from around the world provided dynamic opportunities for language and cultural awareness and learning about the world (Cable et al, 2010) . Cultural themes were also emphasised in whole-school assemblies and language days where each class prepared materials, food and emblems associated with another country or global weeks. These opportunities for cultural learning tended to be stimulated by foreign language learning in the school but there were no indications of direct links with learning cultural or linguistic learning objectives in lessons.
Children were able to discuss basic information about the European country where the language is spoken, for example the culture of Spain rather than Spanish-speaking countries in South America. Factual information about other countries tended to be drawn from multimedia resources which increased substantially over the three years of the study. Many children indicated that they had not learned very much about the people who live in the countries where the target language is spoken during lessons and what they did know had been shared mainly by teachers who had personal experience of the target countries. towards the people of the target countries and enthusiasm about knowing and understanding more about the world could be conceptualised as the initial stages of savoir être. Overall, however, children tended towards generalisations about 'the French' or 'Spanish people' although some of the older children (ages nine to eleven) contested the sweeping statements made by their peers about a national group. Furthermore, some teachers in multicultural schools indicated that languages had made a difference to their children's developing appreciation and respect for diversity. Discussions, reflections or analysis about the influence of culture on children's own and other's lives were not observed by the research team. Further research is clearly needed about the more complex elements of savoir and savoir être outlined by Byram (1997) . Evidence is very limited about how teachers develop curiosity and openness, and which types of activities and tasks are most effective for children of different ages in helping them develop skills to 'step into another's shoes' or understand the complexity of intercultural interaction. Equally, little is known about whether the skills of eliciting information (savoir apprendre) extends to learning more about the nuances of cultural diversity as suggested by Byram and Doyé (1999) .
A few schools employed foreign language assistants who contributed to children's knowledge and understanding about cultural life abroad. Several schools also organised visits and exchanges so children experienced for themselves interaction with native speakers. In approximately half of the schools, teachers organised email exchanges so children could communicate directly with their peers in other countries. Some teachers also shared curriculum resources, designing units of work together for children in two cultural settings to share learning tasks. These activities highlight the common ground between learners from different countries as well as their differences, as children can see first-hand that to a large extent, as pupils, they have similar roles and responsibilities at school. Schools also share common features: knowledge and skills are broadly conceptualised in subject disciplines, the teacher undertakes the management of teaching and learning and the learners' role is to engage.
Regardless of changes in policy and the publication of detailed curriculum guidance with intercultural understanding as a core strand, evidence suggests limited cultural learning within language lessons. Conversely, primary schools tend to celebrate cultures entwined with languages outside of lessons in the wider curriculum interlinked with the international profile of the school. Teachers' vision of preparing children for a global world and their aims to develop a greater acceptance of diverse ways of thinking and behaving could be witnessed across these whole-school activities and events, as language connects naturally and seamlessly to themes underpinning global citizenship.
(A)Statutory Status for languages in primary schools
The national curriculum, implemented from September 2014 (DfE 2013), raised the status of foreign languages to a statutory subject for all pupils in Key Stage 2 (seven to eleven) for the first time in England. It is too early to predict the impact of this new policy on practice, but the new curriculum hails some significant changes to the foreign language curriculum. The new programme of study begins with a position statement regarding culture, but culture is not mentioned again in the aims, objectives or content for primary schools and it is only mentioned briefly, with reference to reading literary texts for learners aged eleven to thirteen in Key Stage 3.
Unlike curricula in other European countries referenced by Hennebry and discussed earlier in the chapter, the new curriculum does not draw directly upon the concept of intercultural competence. The lack of emphasis on culture marks a radical shift from the notion of intercultural understanding in the languages strategy (DfES 2002) , and from the importance of intercultural insights in a multicultural and international world outlined in One potential solution is to draw upon teachers' commitment to promote cultural learning (Cable et al. 2010 ) and build upon the growing portfolio of whole-school events, visits and exchanges that teachers are organising in schools. Key cultural themes or concepts could be identified; such as such as empathy or an appreciation of heritage, as a basis for whole-school planning. Starting from the child's own cultural experiences, teachers could plan systematically to explore these concepts within subject areas and across all cultural activities in the school including global learning. Long term cross-curricular planning would ensure that specific cultural themes are revisited in increasingly sophisticated ways from the beginning of primary school until the end with clear overarching learning intentions which make strong connections between English, foreign, community and heritage languages.
Rather than ad hoc activities, creating a space for cultural development where children could flourish and work together and benefit from a joined-up and coherent educational offer which was tailor-made for their age group and interests. There is no quick fix to developing intercultural understanding at any age but it makes sense to start early as children begin to explore their own identity within the social context of schooling.
(A)Conclusion
This chapter has explored teaching intercultural understanding within foreign languages. We have considered findings from a three-year study which documented cultural and intercultural understanding associated with languages against the backdrop of policy guidance. Through languages, primary schools are increasingly providing whole-school cultural activities and international opportunities. These rich opportunities offer a platform to develop intercultural understanding but there is limited evidence to suggest that schools plan a cohesive cultural programme with clear conceptual goals and strategies even though many primary teachers believe that intercultural learning is at the heart of the languages curriculum.
We argue that an intercultural programme of learning needs to be started early, when children are young and encountering the rules, behaviours and codes of conduct in the world away from their parents and carers. Children begin to appreciate in the early stage of schooling that they are members of a group outside of their immediate experience. As young learners progress through primary schools, they acquire a greater understanding of the subtle rules which govern the parameters of acceptability within the society to which they belong.
